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Abstract 
The purpose of this study was two- folds: to examine the relationship  between academic 
procrastination, self-efficacy beliefs, and academic achievement .And to investigate the 
relative contribution of academic procrastination, self-efficacy beliefs to academic 
achievement among  middle school first year students with learning disabilities .The 
correlational design was used . The sample of the study comprised of 100( all of them were  
females ,Mean age= 12.6 years , SD = .41) middle school first year students with learning 
disabilities attending  three schools in Zagazig City during  the academic year 2017/2018, 
second term. The study utilized questionnaires and instruments to measure the variables. The 
correlation coefficient results revealed significant negative relationship between self-efficacy 
beliefs and academic procrastination (r = -.232) , academic procrastination and academic 
achievement(r= -.154) while the correlation coefficient was positive for relationship between 
academic self-efficacy  and academic achievement(r = .278). The results of multiple linear 
regression analysis was indicated that self-efficacy beliefs and academic procrastination 
accounted for 20% of total academic procrastination variance (F(2, 340) = 32.75, p< .001). 
In addition to this academic procrastination (β =-.36, p< .001) and self-efficacy beliefs (β = 
.35, p<.001) made significant contributions to the model. Findings were discussed and  
implication of findings was included. 
Keywords. Academic procrastination, self-efficacy beliefs, academic achievement, middle 
school first year students with learning disabilities 
 
Introduction 
In most early learning settings, skills taught may are not the same; they vary , but 
generally include the following: reciting days of the week, identifying colors, numbers, 
letters, and other early academic skills. Current research indicates that the skills that teachers 
and early education experts identify as positive indicators for school readiness have shifted 
from academically oriented skills to skills that are social in nature (Heaviside & Ferris, 1993; 
Lin, Lawrence & Gorell, 2003; Piotrkowski, Botsko, & Matthews, 2001).  
Hanley et al.(2007) defined Preschool Life Skills as “desirable  responses to 
commonly occurring and evocative classroom situations”. Much of the current research has 
attempted to evaluate procedures for teaching preschool life skills (PLS) in preschool classes 
with typically developing children. For instance , Hanley, Heal, Tiger, and Ingvarsson (2007) 
implemented a classwide teaching program with 16 typically developing preschoolers to teach 
instruction following, functional communicative responses, delay tolerance, and friendship 
skills in response to data suggesting that non familial center-based childcare in the first 4.5 
years of life was a risk factor for developing problem behavior (National Institute of Child 
Health and Human Development, Early Child Care Research Network, 2003). Children were 
exposed to contrived situations that targeted a specific skill (e.g., following instructions, 
tolerating delays imposed by teachers). A multiple-probe design across units showed 
acquisition of the skills and reduction of problem behavior for most children. 
Luczynski & Hanley (2013). evaluated  the effects of the preschool life skills program 
(PLS; Hanley, Heal, Tiger, & Ingvarsson, 2007) on the acquisition and maintenance of 
functional communication and self-control skills, as well as its effect on problem behavior, of 
small groups of preschoolers at risk for school failure. All instruction was provided in a small 
group context according to the current Response- to-intervention (RTI) framework, which is 
applied in typical elementary school settings.  Six children were taught to request teacher 
attention, teacher assistance, and preferred materials, and to tolerate delays to and denial of 
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those events during child-led, small-group activities. Teaching strategies included instruction, 
modeling, role play, and differential reinforcement. Six additional children randomly assigned 
to similarly sized control groups participated in small-group activities but did not experience 
the PLS program. Within-subject and between-groups designs showed that the PLS teaching 
procedures were functionally related to the improvements and maintenance of the skills and 
prevention of problem behavior. 
Response to Intervention (RtI) offers a comprehensive model for the prevention of 
delays in learning and behavior. The idea of Response to Intervention (RtI)  in preschool goes 
back to a belief that “early delays may become learning disabilities if not addressed at the age 
when a child should be proficient with particular skills” (Coleman et al. 2009, p. 4). 
PLS was initially evaluated as a classwide program and characterized in Hanley et al. 
(2007) as a Tier 1 application in a response-to-intervention (RTI) framework (National Center 
on Response to Intervention, 2010). The universal interventions (Tier 1) are implemented 
with all students to help prevent the development of social or behavioral problems and 
increase prosocial behavior. Hanley et al. (2007) used Tier 1 interventions, teaching skills at a 
classwide level to all students in a natural setting and using teacher praise to differentially 
reinforce prosocial behavior.  Subsequent studies evaluated PLS in a small-group (Tier 2 
application; Beaulieu, Hanley, & Roberson, 2012; Luczynski & Hanley, 2013; Luczynski, 
Hanley, & Rodriguez, 2014) .Selected interventions (Tier 2) focus on individuals who are not 
responsive to universal interventions and require more targeted interventions that are 
delivered in a small-group setting . Miltenberger et al. (2004) used BST during a Tier 2 
intervention by using instructions, modeling, rehearsal, and feedback to teach firearm safety 
to a small group of young children. Targeted interventions (Tier 3) focus on students who do 
not respond adequately to Tier 1 or Tier 2 interventions and require individualized instruction 
for skill deficits or interventions for severe problem behavior (Campbell & Anderson, 2011; 
Gresham, 2004). Tier 3 interventions often consist of antecedent strategies to prevent problem 
behavior, instructional strategies to teach desired behavior, and individualized consequences 
to decrease problem behavior and increase appropriate behavior (Anderson & Borgmeier, 
2010). 
Purpose of study  
The purpose of this study was two- folds: to examine the relationship between 
academic procrastination, self-efficacy beliefs, and academic achievement .And to investigate 
the relative contribution of academic procrastination, self-efficacy beliefs to academic 
achievement among middle school first year students with learning disabilities. 
Methods 
The study employed the correlational design to examine the relationship  between 
academic procrastination, self-efficacy beliefs, and academic achievement .And to investigate 
the relative contribution of academic procrastination, self-efficacy beliefs to academic 
achievement among  middle school first year students with learning disabilities. 
Sample 
The sample of the study comprised of 100( all of them were  females ,Mean age= 12.6 
years , SD = .41) middle school first year students with learning disabilities attending  three 
schools in Zagazig City during  the academic year 2017/2018, second term.  
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Measures 
The study utilized questionnaires and instruments to measure academic 
procrastination, self-efficacy beliefs, and academic achievement. 
1- the Procrastination Assessment Scale-Students (PASS; Solomon & Rothblum, 1984). The 
PASS is a two-part, 44-item scale. The first part of the scale evaluates the prevalence of 
procrastination in six academic areas: writing term paper, studying for an exam, keeping up 
with reading assignments, performing administrative tasks, attending meetings, and 
performing school activities in general. For each academic area, students completed three 
rating scales indicating the degree to which they procrastinate on the task (1= Never 
procrastinate ; 5= Always procrastinate ), whether procrastination on the task is a problem for 
them (1= Not at all a problem ; 5= Always a problem), and whether they want to decrease 
their procrastination on the task (1=  
Do not want to decrease; 5=  Definitely want to decrease). Total scores ranging from 
12 to 60. Higher scores indicated higher levels of academic procrastination. The second part 
of the PASS describes a procrastination scenario, delay in completing a writing assignment, 
and then provides statements of many possible reasons for procrastinating. Students were 
asked to think of the last time they procrastinated on a writing assignment and to indicate how 
much each of 26 separate reasons reflected why they procrastinated. Respondents rated each 
statement on a 5-point Likert scale depicting the reasons they procrastinated (1 = Not at all 
reflects why I procrastinated; 5 = Definitely reflects why I procrastinated). Ferrari( 1989) 
reported coefficient alphas for procrastination frequency as .75. Beck, Koons, & Milgrim, 
(2000) established convergent validity through measuring significant relationships with elf-
handicapping (r= .53). 
2- Expectancy of Self-efficacy for Adolescents Scale( Muris, 2001). The scale measures three 
domains of self-efficacy: (1) social self-efficacy; (2) academic self-efficacy; and (3) 
emotional self-efficacy. Each item has to be scored on a 5-point scale with 1 = not at all and 5 
= very well. Cronbach’s alphas were 0.88 for the total self-efficacy score and between 0.85 
and 0.88 for subscale scores. Factor analysis of the SEQ-C revealed three factors that were in 
keeping with the intended subscales: social self-efficacy, academic self-efficacy, and 
emotional self-efficacy. 
3- Academic Achievement was measured by the end of school year grade point average 
(GPA). 
Procedure 
Permission to conduct this study was obtained from both schools principals and 
students' parents. The participants were informed by the researcher regarding the purpose of 
the study. Students’ names were not used for identification purposes. Students were not 
offered incentives for their participation, and they were told that the questionnaires would not 
affect their class grades.  The instruments were distributed and  participants were asked to fill 
in them. The instruments were completed while the researcher remained in the classroom, and 
collected once students completed them. 
Data Analysis 
Data was analyzed using the Statistical Software Package for the Social Sciences 
(SPSS) . Computations for correlations, and regression were done.  
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Results 
Correlation analysis 
The correlation coefficient results revealed significant negative relationship between 
self-efficacy beliefs and academic procrastination (r = -.232) , academic procrastination and 
academic achievement(r= -.154) while the correlation coefficient was positive for relationship 
between self-efficacy beliefs and academic achievement(r = .278).  
Table 1. Correlation Matrix for Academic Achievement 
 Self-efficacy 
beliefs 
Academic 
Procrastinatio 
Academic 
Achievement 
Self-efficacy beliefs   -.232  
Academic procrastination   -.154 
Academic achievement .278   
**p< 0.01, two-tailed. 
*p< 0.05, two-tailed. 
 
Regression analysis 
The results of multiple linear regression analysis was indicated that self-efficacy 
beliefs and academic procrastination accounted for 20% of total academic procrastination 
variance (F(2, 340) = 32.75, p< .001). In addition to this academic procrastination (β = .35, p< 
.001) and self-efficacy beliefs (β = -.36, p<.001) made significant contributions to the model. 
 
Table 2. Results of the Component Analysis for Academic Achievement 
Variables B Std.Error β t P R R2 Δ R2 F 
Constant 47.84 4.32    .44 .20 .19 32.75 
Self-efficacy 
beliefs 
.47 .08 .35 6.15 .000     
Academic 
procrastination 
-.11 .02 -.36 -6.31 .000     
 
Discussion 
The purpose of this study was two- folds: to examine the relationship  between 
academic procrastination, self-efficacy beliefs, and academic achievement .And to investigate 
the relative contribution of academic procrastination, self-efficacy beliefs to academic 
achievement among  middle school first year students with learning disabilities. The 
correlation coefficient results revealed significant negative relationship between self-efficacy 
beliefs and academic procrastination (r = -.232) , academic procrastination and academic 
achievement(r= -.154) while the correlation coefficient was positive for relationship between 
self-efficacy beliefs and academic achievement(r = .278). The results of multiple linear 
regression analysis was indicated that self-efficacy beliefs and academic procrastination 
accounted for 20% of total academic procrastination variance (F(2, 340) = 32.75, p< .001). In 
addition to this academic procrastination (β = -.36, p< .001) and self-efficacy beliefs (β = .35, 
p<.001) made significant contributions to the model. 
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    There was a significant relationship between self-efficacy beliefs and academic  
achievement. That is , students who had high self-efficacy beliefs levels did  achieve higher 
grades. This result is in the same line with previous studies(e.g. (Schunk et al., 2008; Usher 
and Pajares, 2008),which provided strong evidence that self-efficacy is a positive predictor of 
performance outcomes in different subjects. Usher and Pajares (2008, p. 751) indicated that 
self-efficacy beliefs “predicts students' academic achievement across academic areas and 
levels.” According to Bandura's Social Cognitive Theory (SCT) m which defined self-efficacy 
beliefs as “an individual's belief in his or her own ability to organize and implement action to 
produce the desired achievements and results” (Bandura, 1997, p. 3), student s who are high in  
academic procrastination frequently report lower levels of academic self-efficacy which in 
return result in decreased academic motivation ,interest in school subjects,  and lower 
academic achievement. The results of this studies support the findings of previous research ( 
e.g. Akinsola, Tella, & Tella, 2007; Beck, Koons, & Milgrim, 2000; Moon & Illingworth, 
2005; Wang & Englander, 2010), 
 
Implication of Findings 
A number of implications have emerged from the results of the present study. First,  
Those students with higher academic procrastination scores did have lower academic 
achievement. Hence, students need to feel like there is a solution available to them if they 
desire to improve their tendencies for procrastination. It was not difficult for students to 
succeed in counteracting the effects of procrastination tendencies when it comes to academic 
achievement. Great problems may occur for students when they combine low academic self- 
efficacy with high procrastination tendencies. An assessment of both procrastination 
behaviors and academic self- efficacy beliefs could help students persist longer and work 
harder in their academics. This may have a buffering effect on procrastination. Similarly, 
improving students’ self-efficacy may have a positive effect on their academic adjustment. 
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